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ABSTRACT 
 
Hubachek, Mckinzee Lauren. Writing to the Middle: The Effects of Undergraduate 
Writing Curriculum on the Confidence of Audiology Graduate Student Writers, 
Published Doctor of Audiology capstone research project, University of Northern 
Colorado, 2020. 
 
During their graduate coursework, audiology graduate students are required to 
engage in a variety of different writing activities.  However, the types of writing required 
in undergraduate studies might not have properly equipped audiology graduate students 
for the type of writing they will do during a doctoral program.  This is especially the case 
with long form projects such as capstones or dissertations.  Students likely have not had 
to complete projects requiring multiple iterations and revisions prior to their graduate 
coursework.  Audiology is unique in that students often transition directly from their 
undergraduate studies to their doctoral work with no intermediate writing education.  
Very little research exists to assess the proficiency and confidence of graduate writers in 
audiology.  This study explored the content of undergraduate writing courses and how 
these courses affected the skill and confidence of 163 graduate writers in audiology. 
Specifically, confidence in the areas of grammar and mechanics, organization, and 
content were explored in the present study.  Through survey measures, a positive linear 
trend between writing skill based on number of classes taken during undergraduate 
studies and confidence in writing was identified.  
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CHAPTER I 
 
INTRODUCTION 
 
Statement of the Problem 
 
Writing skills are among some of the most critical for students in audiology. 
During their graduate coursework, students are required to engage in various writing 
activities including formal diagnostic reports and research papers and projects.  Cooper 
and Bikowski (2007) identified no less than 11 unique writing tasks graduate students 
might encounter during their studies.  With this need to write with competency in a 
number of areas, one would expect graduate students in audiology to be competent in a 
number of different writing styles and have the ability to use them in the appropriate 
circumstances.  However, Emanuel, Robinson, and Korczak (2013) assessed the writing 
abilities of audiology graduate students using the Audiology Writing Assessment (AWA) 
and noted some incoming audiology graduate students had difficulty composing an essay 
from the information they read in assigned articles.  To achieve an AWA score indicating 
the expected writing skill of a student at a graduate level, several students required 15 to 
30 hours of tutoring to bring their skill to a level appropriate for graduate level writing 
(Emanuel et al., 2013).  This research raised several questions about the writing ability of 
graduate students in audiology.  
Sallee, Hallett, and Tierney (2011) recognized that many graduate students simply 
did not get enough writing practice in their undergraduate studies.  They further stated 
that few writing classes designed for graduate writers existed and available classes were 
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often intended for those for whom writing was a significant struggle.  DeLyser (2003) 
noted few writing courses were designed to help students write longer pieces, such as 
dissertations or theses, and many students had never written an assignment more than a 
few pages in length.  DeLyser also noticed her students had a difficult time with revision 
and not all students understood the importance of improving their project through 
multiple drafts.  Sallee et al., as well as DeLyser, used formal class models to help their 
students improve in the areas of weakness in writing they noticed.  These researchers 
used similar types of class models but classes were not the only method a student could 
use to improve writing.  
Students who noticed shortcomings in their own writing might seek feedback 
from an advisor or instructor in order to improve their writing at some point during their 
graduate studies or they might not even perceive a deficit in their writing skill until they 
were already established in their programs. According to DeLyser (2003), many students 
simply have not participated in more than a basic college writing class throughout their 
undergraduate careers.  Thus, there was need to assess the struggles students have in 
graduate writing and uncover what factors led to this dearth in student writing ability.  To 
explore the skills of graduate writers in audiology, the following research questions were 
posed.  The current study was performed to help answer questions about the influence of 
undergraduate writing experiences on the writing confidence and skill of audiology 
graduate students.  
Research Questions and Hypotheses 
Q1  What are the number and types of writing courses taken by audiology 
graduate students in their undergraduate studies? 
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Q2  What are the perceptions of audiology graduate students about their own 
writing ability, especially with regard to the following sets of writing 
skills: grammar, mechanics, and American Psychological Association 
(APA, 2009) formatting; organization; and content? 
 
Q3 Is there a relationship between undergraduate writing experiences and an 
audiology graduate student’s perceived writing confidence? 
 
H1 Students will report having taken only an introductory level English 
course in their undergraduate studies, and have limited experience with 
writing through their undergraduate curriculum. 
 
H2 Students will report not being fully confident in all areas of writing skills. 
 
H3 Students who received less undergraduate writing instruction will report 
more perceived weaknesses in their own writing. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
Writing for Audiology Graduate Students 
Importance of Writing for  
Audiology 
The importance of writing in the field of audiology is not to be underestimated. 
Geyman (2013) emphasized that in order to add new knowledge to a field, medical or 
otherwise, information must be written down to be distributed to a wide audience in a 
timely manner.  Not only does written material serve to keep professionals in a field 
educated about current findings, it also becomes a valuable tool for assessing how well 
graduate students are learning and understanding information within their fields of study 
(Ondrusek, 2012). 
With strict parameters around the standards for research articles, individuals 
writing them must be able to meet elevated levels of specificity in their writing.  This 
progression seems natural; as students progress with their studies, graduate level writing 
becomes more detailed and complex.  Cooper and Bikowski (2007) identified 11 separate 
types of writing tasks graduate students might be required to complete—ranging from 
formal research tasks to journal articles and essays to proposals for projects.  For 
audiology students specifically, Brookshire and Brundage (2016) described the range of 
written works students might encounter as varying wildly: from diagnostic reports to 
research papers.  Each of these projects might require a different style of writing and 
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might also need to address a particular audience, requiring students to be able to adapt 
their work to meet each specific purpose.  The variety of projects a graduate student 
might encounter illustrates the need for writers to be flexible in the kind of content they 
produce and be practiced at multiple types of writing. 
Most students coming into a graduate program have had some writing experience 
in their undergraduate studies but according to Ondrusek (2012), their experience writing 
a variety of different types of texts is likely to be limited.  During undergraduate studies, 
students might be accustomed to writing opinion pieces, essays, and personal thoughts 
about topics with which they are already familiar (Ondrusek, 2012).  During graduate 
studies, students are expected to perform a number of writing tasks outside the scope of 
the familiar.  The writing task identified most commonly was the research paper; 55% of 
social sciences/arts/humanities classes require this task (Cooper & Bikowski, 2007).  
Cooper and Bikowski (2007) collected 200 syllabi from 20 individual academic 
departments on the types of writing tasks that might be required of graduate students.  
They found that within the realm of social sciences, humanities, and arts courses, only 
13% of classes required essay writing assignments (Cooper & Bikowski, 2007).  Article 
or book reviews were the second most common type (29%).  Journal article writing was 
less common with only 11% of courses requiring it.  For science, math, and engineering 
majors, these numbers dropped even smaller with only 20% of classes assigning a library 
research paper.  As a result of the disconnect between undergraduate and graduate writing 
assignments, audiology graduate students might find themselves unfamiliar or 
uncomfortable with the type of writing required of them despite instructions they were 
given in their undergraduate degree programs (Ondrusek, 2012). 
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Prain (2006) explained the critical role research writing plays in helping students 
understand new and complicated subject matter.  He discussed the idea of being literate 
in a particular field of science and needing to read and write within the context of a 
particular subject in order to truly understand it.  According to Prain, research reports and 
lab reports are part of learning the particular linguistic landscape of a field of science, 
thereby increasing “science literacy” in a particular area.  
Although students need to write flexibly at an advanced level, many instructors of 
graduate students have expressed concern about the writing capabilities of their students. 
For example, Kotzee and Johnston (2011) stressed the importance of quality writing 
skills for college graduates but stated many graduate students could no longer “string a 
sentence together” (p. 45).  Nelson, Range, and Ross (2012) expressed the notion that 
their students often submitted work that did not appear to meet the requirements of upper 
level writing.  Writing as a skill is crucial to most jobs and usually one of the basic 
requirements for a student seeking a job after graduation.  This is even more important in 
medical graduate fields such as audiology where students are learning to write in order to 
share their research findings within their field of expertise as well as produce reports 
about patient diagnoses (Kotzee & Johnston, 2011).  Brookshire and Brundage (2016) 
stated in particular that “accurate, clear, and concise communication is required” for 
professionals in the field of audiology (p. 1). 
Despite this, Ondrusek (2012) stated that a student’s writing is seldom assessed 
for proficiency during the course of graduate work.  Ondrusek spoke specifically to the 
skills of students of library science but these concerns are seen in several other disciplines 
including audiology.  While Emanuel et al. (2013) recognized the need for assessing 
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incoming graduate student writing, their assessments were not universally put into 
practice among audiology graduate programs.  Nelson et al. (2012) stated many graduate 
faculty expected students to have mastered writing in their undergraduate studies despite 
whether or not the students had actually achieved mastery.  Students were left to rely on 
the writing instruction they received prior to their graduate education or elect to take an 
additional course to bolster their skills.  Some students sought to improve their writing 
through such means, most often through classes emphasizing writing alone.  
Students in nursing graduate programs appear to parallel audiology graduate 
students in many ways when it comes to writing preparedness.  Therefore, perspectives 
from the nursing field are valuable when considering graduate writing experience in 
audiology.  Cone and Dover (2012) recognized that their nursing graduate students often 
had great difficulty creating the type of writing necessary to excel in nursing education. 
They stated many students struggled to reach a level of writing that was appropriate but 
could not pinpoint precisely why.  Upon investigation, faculty at Azusa Pacific 
University School of Nursing found poor writing skills contributed to many students’ 
frustrations in the program and, in some cases, led to a decision to leave the graduate 
program (Cone & Dover, 2012).  The faculty identified three major areas of difficulty: 
technical aspects of grammar, sentence structure, and form; difficulty in adapting their 
writing styles to meet the needs of an assignment; and incorrect use of APA (2009) 
formatting.  Gazza, Shellenbarger, and Hunker (2013) stated similar variability in the 
writing skill of graduate nursing students, noting common areas of difficulty for students 
tended to be in the areas of mechanics, style, organization, and format.  
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In the case of Azusa Pacific University School of Nursing, the ultimate solution 
was to provide incoming nursing students with a free six-week course in writing (Cone & 
Dover, 2012).  This quick course was built to “increase interest and enthusiasm, and 
reduce fear and avoidance of writing” (Cone & Dover, 2012, p. 272) by providing the 
students with information about writing style, process, purpose, priorities, strategies, and 
other specific topics such as formal and critique writing.  Faculty noticed a marked 
improvement in the writing of the students who chose to take the course, stating the 
students’ word choice in papers had improved as well as their use of grammar.  As more 
students took the course, instructors noticed an overall improvement in the abilities and 
confidence their students acquired as their writing improved (Cone & Dover, 2012).  
Not unlike graduate nursing students, audiology graduate students often enter 
graduate school with lackluster writing abilities.  Emanuel et al. (2013) assessed the 
writing abilities of new audiology graduate students using the AWA, which required a 
graduate student to write an essay about the content of two peer-reviewed journal articles. 
The researchers observed a few trends among the outcomes of the AWA and scored them 
according to a rubric.  Their results indicated some incoming audiology graduate students 
had difficulty composing an essay from the information they read in assigned articles.  
The annual pass rate was between 82% and 91%; Emanuel et al. noted, “In general, at 
least one and at most two students failed” (p. 18) with an average of 13 AWAs graded per 
year.  For those students who did not meet the passing requirements for the AWA, it was 
suggested they might have difficulty in the areas of not only thesis writing but also in 
their clinical reports.  For students who did not pass the AWA, Emanuel et al. stated 
individual instruction and mentoring allowed students who had previously failed the 
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assessment to successfully complete it on a follow-up attempt.  This required significant 
time investment on the part of the student, ranging from 15 to 30 hours over the course of 
about 10 months (Emanuel et al., 2013).  To examine the writing abilities of students at 
the graduate level, it is helpful to review the writing being taught at the undergraduate 
level. 
Undergraduate Writing  
Experience  
According to the American Association of Colleges and Universities (AACU, 
2005), only 11% of college graduates were proficient writers in general based on 
Educational Testing Service academic profile data.  This same report from the AACU 
indicated a mere 6% of college seniors were considered proficient at critical thinking— 
another vital skill for writers in graduate school.  DeLyser (2003) stated most of her 
students’ only recent writing class was a freshman composition course taken at the very 
beginning of their college careers and many of them had written few rigorous 
assignments since that time.  Even if they had written essays for other classes, it was 
unlikely they wrote anything longer than a few pages.  Therefore, students were often 
unfamiliar with the skills needed to produce a longer writing project such as a thesis or 
dissertation.  Many colleges offer writing courses beyond the basic composition classes; 
however, they tend to be creative writing or journalism-focused courses.  To understand 
the abilities of graduate level writers in audiology, it became necessary to examine what 
experiences their undergraduate education provided them within the realm of writing 
instruction.  Despite faculty expectations, it is likely audiology graduate writers are not 
receiving the instruction in undergraduate studies that would allow them to be successful 
in their work.  
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Clarke (2013) noted marked differences between the writing of undergraduates 
and professional writers in science but found the differences were difficult to describe. 
Clarke studied four undergraduate texts to attempt to concretely identify what set 
undergraduates’ papers apart from professional writers.  While it should be noted that 
Clarke’s study took place in a South African university and the participants were not 
native speakers of English, the trends of Clarke’s research remain valuable.  What Clarke 
found among the four college age students who participated in the study was they drew 
upon what granted them success in high school level writing assignments when 
approaching scientific papers.  Clarke assigned each of the four students to write a 
research style article about a hypothetical topic and then interviewed them about how 
they composed their piece. 
Two of the students wrote with redundancy and repetition of information (Clarke, 
2013).  When interviewed about this decision, they stated they did not want to write “a 
very short project.”  For these students, length of a paper seemed more valuable than 
whether or not the information was concise.  Another student described his own writing 
style as seeking “bombastic” words to catch the attention of the teacher despite whether 
or not the eye-catching word of choice was the best word for the sentence.  Even though 
the students had begun undergraduate coursework, they were still using high school level 
writing strategies rather than approaching undergraduate writing in a more finessed way.  
Clarke (2013) concluded the article by stating that in order to effectively teach scientific 
writing to undergraduate students, specific conventions and purposes of scientific writing 
needed to be made clearer to students.  
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Kellog and Raulerson (2007) advocated for active training of college level writers 
rather than simply instructing them.  As other authors have stated, Kellog and Raulerson 
agreed that knowledge of writing construction is important but without putting that 
knowledge into practice, the knowledge will be of little help to students.  Particularly, 
they recommended practicing writing in all subjects and not just in English classes.  
Practicing writing in subjects pertaining to a student’s relevant field of study correlated to 
success in their writing as they progressed in the undergraduate degree.  In addition, the 
timing of the writing practice is important to the scope of the practice.  They advised the 
use of practicing over time rather than cramming writing sessions into several hours 
before deadlines.  As noted earlier by DeLyser (2003), the actual habits of college 
students tend to be quite different than the ideal presented by Kellog and Raulerson.  
Clarke’s (2013) research illustrated the variability in undergraduate writing might 
be due to the fact undergraduate writers rely on strategies learned earlier in schooling, 
whether or not these strategies allowed them to compose papers that met the standards of 
the genre of research.  Clarke advocated that instructors of scientific writing should 
provide clearer instruction to undergraduate writers as well as contrast the desired style of 
scientific writing with what the students learned prior to entering college.  If Clarke’s 
research is any indication, the degree of instruction in undergraduate scientific writing is 
unclear; students are expected to enter an undergraduate scientific writing course with a 
background of writing practice they simply might not have.  
When undergraduate students need to improve their writing craft, they are often 
instructed to seek the help of the campus writing center.  Cheatle and Bullerjahn (2015) 
stated that while professors often see the writing center as an ideal place for students to 
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seek assistance, many students might not hold the same view.  Cheatle and Bullerjahn 
surveyed 80 students regarding their perceptions of using the campus writing center. 
Only 28 of the responding students had been to the writing center according to survey 
responses; additionally, the majority of these students reported using the writing center 
primarily in their first year of college.  Students overwhelmingly (96%) perceived the 
writing center was used as a resource by only freshmen students or international students 
whose first language was something other than English.  One student’s response in 
particular stood out—the student reported thinking the writing center was meant to 
provide a writing foundation so students would not need its services as they progressed in 
their college career.  Students did not perceive the writing center as a resource for higher 
level coursework.  If this perception of the writing center holds true across a wider scope 
of students, then more advanced students who struggle in writing are unlikely to seek the 
assistance of the writing center due to misconceived notions about its purpose.  Students 
who could benefit from the writing center’s services might go without help for their 
entire college career.  The shaky landscape of writing instruction in a student’s 
undergraduate studies is something seen vividly by graduate faculty as they encounter 
new graduate students.  This might be especially prominent in the area of audiology 
where students need only obtain a bachelor’s degree before pursuing a doctorate in 
audiology.  
Graduate Student Writing Through  
the Eyes of Faculty 
Many graduate students come to realize they need additional instruction in writing 
beyond what they were taught in their undergraduate studies to continue being successful 
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in their graduate program.  Furthermore, a few common trends regarding areas of 
weakness among student writers could be targeted by writing teachers.  
Merely having knowledge of the components of writing, such as correct grammar 
and topic structure, is not the only requirement to produce higher-level writing according 
to Kellog and Raulerson (2007).  They stated that writing is a trained skill, much like 
practicing music or honing a physical activity.  Many authors and professional writers 
know the following to be true—to maintain writing as a career, one must consistently 
create content.  Brandon Sanderson (2016) published 23 books between 2005 and 2017, 
and has plans for at least that many more.  He advocated that his immense and growing 
volume of work was not due to a superhuman writing ability but simply practice and 
consistency.  He recommended setting aside time specifically for writing regularly—a 
suggestion made by many professionals (Sanderson, Wells, Kowal, Taylor, & Farland, 
2014).  Pollock and Bono (2013) stressed the importance of consistency in practicing 
writing and recommended writing at the same time and place daily.  They suggested 
overly dense or complicated writing might be just as likely a cause for lack of success as 
unskilled writing, further indicating that honing the skill of writing is a necessary task. 
There must be a balance in writing that best allows the writer to communicate with the 
audience (Brookshire & Brundage, 2016). 
DeLyser (2003) took an approach to teaching writing that focused on more 
demanding, longer form projects such as theses or dissertations.  She developed and 
taught a seminar called Social Science Writing that focused on improving students’ 
academic writing skills and provided insight into the importance of teaching writing at 
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the college level and higher.  In the article describing the content of her seminar, she 
relayed observations she had had in various iterations of the class each time she taught it.  
DeLyser (2003) also mentioned, as many others have, that writing is not an innate 
ability one either can or cannot do.  Writing is a skill requiring practice, something not all 
student writers might be aware of if they have only their undergraduate coursework as 
reference.  Writing is also a process requiring multiple drafts.  With these things in mind, 
DeLyser provided the outline of her seminar on writing for graduate students as a 
resource in her article.  She explained that while the assignments and readings she 
provided over the seminar were helpful for her students, the community of writers that 
formed as a result of the class was equally, if not more, valuable.  While DeLyser’s 
students had concerns about the quality of the writing they brought into class, she stated 
that flawed writing was often easier to learn from than perfected writing, making these 
sorts of workshops just as important for the student whose work is evaluated as it was for 
the peers evaluating the work.  
One of the other difficulties DeLyser (2003) found in her students was the process 
of revision—she stated that most students were accustomed to completing writing 
assignments hurriedly right before deadlines and seldom worked through multiple drafts 
of a piece of writing.  She created an assignment involving reading multiple drafts of a 
particular work to illustrate the importance of taking comments on one draft and applying 
them to the next.  This ability to filter through comments and create multiple drafts that 
improved upon the iterations that came previously is integral to the capstone writing 
process and a crucial skill for graduate audiology students to master. 
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DeLyser (2003) provided some of her writing exercises in her paper—from 
summarizing one’s work in terms that could be understood by a friend or someone not in 
the field to drafting a chapter of the manuscript as an assignment.  It was interesting to 
note that not all of DeLyser’s writing exercises were strictly related to scientific writing 
even though she is a professor of geography and most of her students were in that field. 
While the focus was on dissertation or thesis writing, some of the writing exercises used 
included detailed descriptions of places or characters, much like one might expect to find 
in a creative writing course.  These types of exercises were designed to further facilitate 
familiarity with writing and help her students become more comfortable with the writing 
process in many different forms. 
DeLyser (2003) stated her primary goal with teaching the seminar was to help 
students feel comfortable getting started on their writing projects and keep working on 
them even in the case of long projects such as theses or dissertations.  Her students 
reported feeling more excited and motivated about writing after taking her course, 
showing her workshop format and various assignments were effective in facilitating 
student writing.  DeLyser’s students also saw improvement in the quality of their writing 
during the course in addition to increased confidence.  However, motivation, though an 
important factor in writing, does not equal skill.  
Sallee et al. (2011) created a class for graduate students in need of additional 
writing practice and education.  The authors expressed that although graduate students 
were required to do a lot of writing, students did not always have practice doing so from 
their undergraduate studies.  They further stated few writing classes designed for 
graduate writers existed and available classes were often intended for those for whom 
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writing was a significant struggle.  Some classes like this could be geared toward basic 
writing skill rather than furthering the abilities of a student who already had a solid 
foundation in writing.  Sallee et al. believed graduate level writers should be as proficient 
at expressing themselves in writing as they were in learning the core material in their 
studies and they set out to create a course to provide increased writing support at the 
graduate level.  Using three assigned papers over the course of the class, the authors 
intended to produce improved writing in their students by teaching aspects of grammar, 
structure, and format in addition to strategies for research.  
Sallee et al. (2011) tried to facilitate the formulation of overall argument writing 
for their students by bringing in their own research articles for the students to critique. 
These were in-progress articles that allowed the students to see the evolution of the 
papers over time.  This practice demonstrated the usefulness in evaluating others’ writing 
in order to improve as a writer as well; it also illustrated the need for multiple drafts, 
something that might not have been made apparent in an undergraduate classroom.  
Sallee et al. (2011) put a significant amount of time into providing written 
feedback for their students.  They found students who turned in even partial drafts 
(students were encouraged to seek feedback on all stages of drafts) showed significant 
improvement in their future drafts.  The researchers did not provide the exact criteria for 
what they considered a significant improvement but, nonetheless, the point was feedback 
greatly improved student writing and remained an effective teaching tool.  While the 
researchers taught writing courses in multiple iterations, they found instructor 
commitment and feedback were key in improving writing.  
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While Sallee et al. (2011) provided valid strategies for facilitating writing at the 
graduate level, their classes appeared to be focused on writing projects that were not as 
expansive as a dissertation or thesis.  Nonetheless, the idea of providing ways for students 
to more successfully express themselves in writing remained present and applicable in 
their article.  Sallee et al. attempted to resolve lack of writing skill in their students 
through the use of classes.  For students who do not have such classes as a resource, other 
methods of writing improvement might be sought.  
Carter (2012) turned to self-study when previous coursework failed her. A Doctor 
of Philosophy student in educational inquiry, she designed a study in which she attempted 
to improve her own academic writing.  She reported academic writing as one of the most 
difficult feats for her to accomplish over her graduate career and reaffirmed the idea that 
writing is a cornerstone ability for a graduate student.  Another point Carter made was 
that once out in her chosen field of study, she would no longer have the guidance of her 
research advisors.  Because of this, she placed high importance on the idea of learning to 
write at the graduate level.  
Carter (2012) identified two main practices that would theoretically improve her 
writing abilities: focused practice and responding to feedback about her own studies in 
writing.  She further explained that writing according to a schedule and getting feedback 
in peer review groups were integral to improving her writing.  Carter implemented a 
writing schedule for herself as one of the first ways to improve her writing.  She chose a 
specific time every week to sit down and work on her writing.  
As she wrote many papers over the course of her study (a paper a week), Carter 
(2012) often ran into a lack of motivation for a particular topic or had days when she felt 
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her writing quality was not as good as it should have been.  Despite this, she persevered 
in writing consistently and became able to identify what parts of her writing were 
frustrating her in order to learn to overcome her own roadblocks.  She reported that at the 
end of her study, she felt more resourceful about being able to research and write, and 
more determined.  
Odena and Burgess (2017) identified a quality in the students they interviewed 
that reflected Carter’s experiences; they referred to it as “resilience.”  They presented the 
idea of resilience as a student’s determination to continue working on a project even 
when life circumstances or lack of motivation made it incredibly difficult to do so.  Some 
of the doctoral students interviewed by Odena and Burgess reported having some level of 
emotional investment in their projects.  This personal interest in their research topics not 
only kept them writing but over time seemed to make the writing process easier.  In these 
cases, the struggle was less about not knowing how to write but about learning how to 
write when the drive to do so was not present—a very different struggle from those 
students who simply wished to improve their skill on a technical level.  
When Emanuel et al. (2013) performed their study using the AWA, they did not 
seek out specific reasons why an incoming audiology graduate student was unable to 
write at a proficient level.  The above research showed the variety ways a graduate 
student might encounter roadblocks in writing.  Perhaps, like Carter, the struggle lies in a 
lack of resilience regarding writing.  Or, perhaps like DeLyser’s (2003) students, the 
struggle is in lack of knowledge about revision or longer-form writing.  There was a need 
to identify the parts of writing audiology students might struggle with in order to 
effectively address their concerns.  
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Pulling the Pieces Together 
In the above instances, it became clear many writers at the graduate level were 
aware their undergraduate coursework was not sufficient for providing writing 
instruction.  Some graduate writers struggled with technical aspects of writing while 
others lacked the knowledge of how to approach a long project.  While research existed 
to explore the abilities of graduate writers and undergraduate writers independently, far 
less research was available about how undergraduate experiences might influence 
graduate writing.  Clarke’s (2013) research illustrated how influential a student’s high 
school writing was on their undergraduate coursework.  It could be easily conjectured 
that undergraduate coursework could just as similarly influence graduate coursework.  
This information is especially valuable to the field of audiology where students 
transition straight from an undergraduate program into a doctoral program and are 
expected to know how to create graduate level writing.  Specialized graduate writing 
courses might be of great benefit to students in audiology but in order to create such 
programs, common writing struggles of audiology graduate students must first be 
explored.  Many of these difficulties have been seen through the eyes of graduate faculty 
but few first-hand accounts of student writing difficulties exist in the literature.  To 
investigate student views on these topics, a survey research design was useful in the 
collection of data. 
Survey Research Design 
It was not surprising that many of the above researchers used questionnaires as an 
important component of their studies regarding writing style and habits among students. 
Professor Lesley Andres (2015) provided an overview of using surveys in research in an 
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excerpt from a class at the University of British Columbia.  In her lecture, she explained 
some of the goals in small-scale research surveys, e.g., the kind usually distributed 
among the population of a single university or other relatively small population.  She 
stated such surveys could be useful for obtaining information about characteristics or 
habits of people within that demographic.  For some types of research, this might be seen 
as undesirable but for a project intending to uncover the habits within a specific group, it 
becomes a very useful tool (Andres, 2015).  Biemer (2016) noted some of the difficulties 
and limitations regarding survey research; he explained that interest in survey 
participation was low at the time of writing and many survey designers found themselves 
increasing the complexity of their surveys to obtain the most specific and relevant data 
possible. Despite these limitations, Biemer acknowledged the value in survey design as a 
way to produce specified data.  In the case of this capstone project, a survey style 
research design allowed exploration of in-depth information about the writing habits and 
confidence of students.  
A popular method for survey distribution is electronically via email, allowing the 
researcher to reach a larger number of participants at no cost and receive results with no 
delay between the time when the survey is completed and when it is returned to the 
researcher’s possession (Coughlan, Cronin, & Ryan, 2009; Wright, 2005).  Wright (2005) 
noted the internet allows access to a wide variety of potential participants who would be 
difficult to reach otherwise.  A number of websites and software programs specifically 
designed for survey research are also available for research use and could help further 
streamline the process.  Like any other research tool, surveys are imperfect and might 
present problems such as self-selection bias (certain individuals might be more likely 
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than others to participate in an online survey in the first place), individuals who 
incorrectly reported their demographic information, or the potential to have a narrower 
subject demographic depending on who the survey was distributed to (Wright, 2005). 
Nonetheless, the ease of use and distribution outweighs some of the concerns with using 
surveys and makes them a more viable research tool for a researcher to use.  
One drawback to using surveys is the response rate of a distributed survey tends 
to be much lower than the number of surveys sent out to participants.  When Steiger, 
Saccone, Einsporn, Cox, and Squires surveyed audiology graduate students in 2014, they 
distributed emails to 1,430 members of the Student Academy of Audiology and had 300 
surveys returned completed, netting a response rate of about 20%.  Because of this 
variable, it becomes important to distribute the survey to a large enough sample size to 
garner a useful range of responses.  
Conclusions and Implications 
As DeLyser (2003) noted, many students simply have not received more than a 
basic college writing class throughout their undergraduate careers.  Unlike many doctoral 
degrees that require a master’s thesis as a prerequisite into the doctoral program, Doctor 
of Audiology (AuD) programs require only a bachelor’s degree for admission.  Because 
of this, many audiology doctoral students have little experience in writing beyond what 
has been offered over the course of their undergraduate studies and are unprepared to take 
on the level of writing necessary for the completion of a capstone or similar project.  In 
most undergraduate programs, students need only take a freshman composition English 
class to complete their degree.  This minimal amount of writing education results in many 
students finding themselves in need of additional writing practice to produce work at the 
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graduate level.  Due to the variety of areas of difficulty students encounter while learning 
to write at a higher level, there is also a need to collect data regarding which areas of 
difficulty are paramount to and typical for graduate students.   
The current study provided insight into which areas of writing were most often 
addressed in undergraduate studies and areas in which students felt they lacked 
knowledge.  The following research questions were addressed: 
Q1  What are the number and types of writing courses taken by audiology 
graduate students in their undergraduate studies? 
 
Q2  What are the perceptions of audiology graduate students about their own 
writing ability, especially with regard to the following sets of writing 
skills: grammar, mechanics, and APA (2009) formatting, organization, and 
content? 
 
Q3  Is there a relationship between undergraduate writing experiences and an 
audiology graduate student’s perceived writing strengths/weaknesses? 
 
A survey research design allows for identifying aspects from a student’s 
undergraduate coursework and the impacts they perceived it had on their ability to write 
at the graduate level.  The literature reviewed showed some students sought additional 
courses in writing beyond what their initial degrees required of them, suggesting they did 
not find their undergraduate writing education comprehensive enough for them to be 
successful at a higher level.  The current study addressed the varied, and sometimes 
scarce, writing education provided in undergraduate coursework and how it might have 
contributed to the lack of sufficiency in writing skill seen in many incoming graduate 
audiology students. 
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CHAPTER III 
METHODOLOGY 
Participants 
After obtaining Institutional Review Board approval (see Appendix A) to conduct 
the survey, participants were recruited through the Student Academy of Audiology 
(SAA) using an email blast directing them to the survey.  The Director of Membership of 
SAA distributed the email to 1,767 members of the SAA, which provided a survey link to 
SAA members.  No compensation was offered to participants.  By clicking through to the 
survey, participants indicated their consent for participation (see Appendix B).  A total of 
163 respondents completed the survey and met participation criteria (being an AuD 
student, or recently graduated AuD, who completed a capstone project), and their data 
were analyzed for results.  
The graduate student participant number was based on audiology graduate class 
size averages as reported by the American Academy of Audiology (2013).  With an 
average of eight audiology doctoral students per class and 74 programs offering a 
doctoral degree in audiology, the pool of available students in a AuD program was 
smaller compared to other clinical doctoral programs such as optometry, resulting in the 
chosen student participant sample size.  
The following inclusion criteria were established: participating students must 
have been writing a graduate capstone, thesis, or dissertation at the time of the survey 
(students would be approximately in the second to fourth year of the audiology doctoral 
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program), or had completed such a project within the last year.  Additionally, the 
following exclusion criterion was established: students were not to participate if they had 
graduated from their undergraduate degree more than seven years ago (to eliminate 
individuals who took time off between undergraduate and graduate degree programs).  
Sampling Methods 
To answer the posed research questions, a survey was designed consisting of 22 
questions (see Appendix B).  The survey had two main sections.  The first section sought 
information on students’ writing history such as classes taken in undergraduate studies.  
The second section sought students’ opinions and thoughts about their writing abilities 
and their preparedness for writing a graduate capstone or similar project for the 
completion of their AuD degree.  To gather information relevant to the research questions 
posed, the survey was composed of the following categories: undergraduate coursework 
in writing, perceptions of students’ own writing proficiency in relation to their capstone, 
and writing habits related to their capstone.  
Data Handling Procedures 
Anonymity of the participants was maintained through the Qualtrics software. 
The researcher did not collect responses directly from subjects but allowed them to 
complete the survey when they chose. No identifying information was requested from 
participants.  The survey began with an introductory page asking if participants would 
provide their consent for participation in the study, followed by questions to ensure 
participants met inclusion criteria.  If a participant did not meet the criteria, the survey 
was terminated.  To respect the time of the participants, the survey was designed to be 
succinct and able to be completed in about 10 minutes.  Skip logic was used to direct 
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participants through the survey.  The survey was provided via the Internet-based survey 
provider Qualtrics through the University of Northern Colorado.  The Internet survey was 
made available in the fall of 2018 for a total of 32 days.  Survey responses were recorded 
by the Qualtrics website anonymously.  
Data Analysis 
Descriptive statistics were used to analyze data for each survey with the assistance 
of the on-campus statistics lab to determine the presence of a relationship between 
undergraduate writing experience and perceived confidence in graduate writing skill 
among audiology graduate students.  Regression statistics were run to determine this 
relationship.  Due to the nature of the survey, ordinal data were collected and used to 
describe the experiences of the participants.  These data were represented in histograms.  
The Qualtrics software automatically displayed responses to questions in a text-viewing 
window.  Filters within the Qualtrics software were used to separate students into groups 
based on how much writing education they reported having in their undergraduate 
programs.  The researcher also reviewed the free-written responses from participants to 
look for overall trends in student perspectives. 
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CHAPTER IV 
RESULTS 
Respondents 
Of the 1,767 emails submitted, 251 students participated in the survey. However, 
not all of the surveys started were completed and those incomplete surveys were 
disregarded, leaving 163 complete surveys from which to glean data.  Of the 1,767 emails 
sent, only 931 were opened according to the email statistics provided by the SAA.  
Therefore, the response survey rate was 18%. The majority of the 163 participants whose 
survey results were included in this study were third-year AuD students.  Specifically, 
five respondents were first-year AuD students, 35 respondents were second-year AuD 
students, 72 were third-year AuD students, 42 were fourth-year AuD students, and nine 
were audiologists who had graduated within 12 months of the date of the survey.  Figure 
1 illustrates the class standing of the respondents. 
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Figure 1.  Place in program of survey respondents. 
 
Undergraduate English and Writing Experiences 
Respondents were invited to select the type of writing class they took in their 
undergraduate programs from a group of options.  They were instructed to select more 
than one response if applicable.  If a respondent’s experiences did not fit into one of the 
four presented categories, the respondent was invited to select “other” and elaborate on 
the response.  The majority (108) of respondents reported taking a general writing 
composition class through their university’s English department. Thirty-three respondents 
reported taking a specialized writing composition course within their department major.  
Seventeen respondents reported taking a scientific writing course through another 
department.  Twenty-four did not take a writing class in their undergraduate programs; 
they tested out or had advanced placement high school credits.  Finally, 12 respondents 
chose “other.”  The types of writing classes respondents took is illustrated in Figure 2. 
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Figure 2. Types of writing classes respondents took (rounded to the nearest whole 
percentage point). 
 
Several of the students who selected “other” had notable responses, which made 
them outliers within the category.  The responses from this question were used to identify 
the possibility of a relationship between undergraduate writing experience and confidence 
in writing at the graduate level, which is addressed later in this chapter.  Three of these 
students reported completing an undergraduate thesis, one student graduated with a 
Bachelor of Arts in English literature, and another minored in English literature.  One 
student was required to complete a writing portfolio in order to graduate and one student 
reported not being required to take any writing classes as an undergraduate.  
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Additional Writing Courses 
When asked if they had taken additional writing courses in their undergraduate 
programs beyond what was required by the university, 34 respondents replied yes.  These 
respondents were then asked why they had chosen to take additional writing courses. 
Twenty-four reported taking additional writing courses out of personal interest and six 
participants reported taking additional writing courses to further their understanding of 
writing beyond what was required.  Eleven respondents reported needing the additional 
classes to complete a minor.  
Content of Writing-Focused Courses 
Respondents were asked to check boxes corresponding to the type of writing-
focused content that was included in their undergraduate coursework and applied to their 
experience.  Figure 3 presents the frequency of response choices since a single 
respondent could choose multiple options.  The most widespread type of content included 
in undergraduate writing-focused coursework was APA (2009) formatting.  Technical 
aspects of writing such as grammar and punctuation, writing research papers, and 
summarizing research articles were also common choices.  Creative writing such as 
poetry, creative fiction, screenwriting, and similar genres were less common selections.  
Respondents were also encouraged to respond with “other” for additional aspects not 
included; 1.67% of “other” responses were recorded.  Those additional responses 
included analytic writing on fictional literature, grant writing, writing for public speaking, 
Modern Language Association (2016) formatting, and foreign language writing (French).  
When asked if they had completed a writing project longer than seven pages in their 
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undergraduate studies, 133 responders (81.6%) replied they had and 30 (18.4%) replied 
they had not.  
 
 
Figure 3. Types of writing content respondents learned about in undergraduate classes 
(rounded to the nearest whole percentage point). 
 
 
Numbers of Completed Projects 
Respondents were asked to indicate the different types of projects they had 
undertaken in their undergraduate studies by type of project and by number of projects.  
These results are summarized in Table 1.  
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Table 1 
Projects Completed in Undergraduate Studies 
 % of Projects Completed 
Type of Writing Project Never Completed One Project Two Projects Three or More 
Projects 
Research paper     8.08   21.28   21.55   24.62 
     
Paper critiquing or evaluating a 
book, research article, or essay 
    2.31   12.06   23.28   34.05 
     
Undergraduate capstone project 
(such as McNair, honor's or other 
research project) 
  40.00   29.08    5.17    1.84 
     
Paper arguing a point of view     3.46   13.48   32.76   30.06 
     
Creative narrative, poetry, 
screenwriting, etc. 
  29.62   24.11   16.38    7.98 
     
Other   16.54    0.00    0.86     1.53 
     
TOTAL  100.00 100.00 100.00 100.00 
 
 
 
Based on these results, several trends were apparent regarding the types of writing 
projects students had undertaken in their undergraduate studies.  The data showed what 
types of project within each of the categories were most or least undertaken.  An 
undergraduate capstone or similar project was least likely to have been undertaken in 
undergraduate studies.  A paper arguing a point of view was chosen most across 
categories.  The most widely undertaken projects in the three or more category were 
critique papers or papers that argued a point of view.  
Perceived Preparedness for Graduate Writing 
Participants were asked to select whether they had received instruction in specific 
areas of writing in their undergraduate studies.  Those who reported receiving instruction 
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in a specific area of writing were then asked whether they felt it was helpful in preparing 
them for graduate level writing.  
When asked whether the respondents felt their undergraduate writing experiences 
had prepared them to write their doctoral level writing projects, 83 (51%) answered yes 
while 80 (49%) answered no.  Responses were further broken down based on how 
participants responded to specific areas of writing instruction.  Of the 117 individuals 
who reported writing research papers in their undergraduate studies, 75 (64%) found it 
useful in preparing for writing at the graduate level (see Figure 4).  
 
  
Figure 4.  Preparedness for graduate writing. 
 
 
Preparedness for graduate writing based on participants who reported receiving 
instruction in technical aspects of writing such as grammar and punctuation in their 
undergraduate studies is shown in Figure 5.  Respondents were evenly split on this 
question; 55 (50%) of 111 participants indicated it was helpful and 56 indicated it was 
not helpful. 
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Figure 5.  Preparedness based on grammar and punctuation.  
 
When considering the effect of studying the order of information and focus of 
information in writing instruction, 52 (57%) of 91 respondents who indicated they had 
been instructed on this topic found it helpful for writing at the graduate level (see Figure 
6).   
 
 
Figure 6.  Preparedness based on order and focus of information. 
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Of the 73 students who indicated they had done creative writing in their 
undergraduate studies, 38 (52%) considered it helpful in writing at the graduate level (see 
Figure 7). 
 
 
Figure 7.  Preparedness based on writing creatively in undergraduate studies. 
 
Of the 14 individuals who indicated they had written research manuscripts in their 
undergraduate studies, 12 (86%) stated this type of writing practice had prepared them for 
writing their graduate thesis or dissertation (see Figure 8).  This category held the least 
number of participants with only 0.09% of students indicating they had participated in 
this type of writing practice in their undergraduate studies. 
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Figure 8.  Preparedness for graduate writing based on participants who had written 
research manuscripts in their undergraduate studies.   
 
Of the 63 individuals who reported having described or synthesized scientific data 
as part of their undergraduate curriculum, 45 (71%) found it helpful for graduate writing 
(see Figure 9). 
 
Figure 9.  The influence of describing scientific data on preparedness for graduate 
writing. 
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Perceived Difficulty in Completing Assignments 
Participants were asked to report how difficult they found it to complete writing 
assignments in general.  In response, 91 (56%) participants replied that it required some 
effort to complete writing assignments, 53 (33%) reported completing writing 
assignments easily, and 19 (12%) found it difficult to complete writing assignments.  
Relationship Between Undergraduate Writing Experience  
and Perceived Strengths and Weaknesses  
in Graduate Writing 
 
Determining the relationship between undergraduate writing experience and a 
student’s perceived strengths and weaknesses was accomplished by comparing three of 
the surveyed areas of confidence to a student’s reported writing skill.  Students’ writing 
experiences were determined and classified by examining the number of writing classes 
they reported taking in their undergraduate studies as noted in an earlier question.  For the 
purpose of statistical analysis of writing experience in undergraduate studies, participants 
were separated into three groups based on their responses to question 37: “Which 
statement most accurately describes the writing coursework you completed in your 
undergraduate studies? (check all that apply).”  For purposes of statistical comparison, 
students who reported taking only one writing class were considered to have low writing 
experience and coded with a 1; students who had taken two writing classes were 
considered to be moderately experienced in writing and were coded with a 2; students 
who had taken three or more writing courses were considered to have high experience in 
writing and were coded with a 3. Answers to the questions related to confidence in 
grammar and mechanics, organization, and content were compared among the three 
groups. 
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Perceived Confidence in Writing Skills: Grammar and  
Mechanics, Content, and Organization 
The following results addressed the relationship between undergraduate writing 
skills and confidence in graduate writing.  Participants rated items on a Likert scale of 1 
to 5 to gauge their confidence in various writing skills at the graduate level.  Participants 
were asked about three main categories of tasks: grammar and mechanics, content, and 
organization.  Within each of these three main categories, participants rated their 
confidence on several tasks.  
Confidence in each of the areas was gauged by number based on the total sum of 
the items on the Likert scale.  For example, there were eight items in the grammar and 
mechanics category with each item rated on a scale of 1 to 5.  This resulted in a total of 
40 possible points of confidence for the category of grammar and mechanics; a number 
closer to 8 (the minimum score) would indicate low overall confidence in this area.  This 
process was repeated for all categories.  The area of organization had a maximum 
possible score of 20 for full confidence in the area.  The area of content had a maximum 
possible score of 25 points.  The results indicating confidence in various areas of writing 
are summarized in Table 2 as well as represented in Figures 10 through 13.  
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Table 2 
Confidence in Areas of Surveyed Writing 
 
Questions about 
each skill 
Minimum 
points 
Maximum 
points 
M 
 
SD 
Grammar and 
mechanics 
8 8 40 34.57 3.93 
      
Organization 4 8 20 16.26 2.80 
      
Content 5 4 25 19.84 3.37 
N = 163 
 
 
Figure 10 is an example of how confidence was assessed using a Likert scale on 
the questions in the categories of grammar and mechanics, organization, and content.  
Participants were asked to select which option best represented how confident they felt 
about a specific aspect of writing.  Selecting the response “I do not know how to do this 
task” would net them the lowest possible points for a category while selecting “I can do 
this with success and few to no errors” would grant them the full number of a points in a 
category.  Participant responses to the aspect of creating clear sentences were categorized 
under the organization section.  Creating clear sentences was one of four scales in the 
organization section. 
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Figure 10.  Example of Likert scale for each of the categories of grammar and 
mechanics, organization, and content. 
 
 
The relationship between confidence in writing based on undergraduate 
instruction be seen as a positive linear relationship as shown in Figures 11-13.  Across 
each area of writing skill as classified by number of writing classes taken in the 
undergraduate program, writing experience related to the confidence in graduate writing 
based on these data. 
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 Number of Undergraduate Writing Courses Taken 
Figure 11.  Relationship between writing experience and grammar confidence. 
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  Undergraduate Writing Courses Taken 
Figure 12.  Relationship between writing experience and organization confidence. 
 
 
  Undergraduate Writing Courses Taken 
Figure 13.  Relationship between writing experience and content confidence. 
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Additionally, the categories of confidence were compared.  Figure 14 indicates 
the strength of the relationship between any two areas of confidence compared to 
experience in writing based on number of classes.  The scatter plots illustrate the 
relationships between undergraduate writing experience and confidence in the three 
categories of graduate writing and indicate if certain areas of writing were affected more 
than others.  The areas of writing that most strongly affected each other were the areas of 
organization and content, illustrating that more confidence in those two areas was more 
strongly related to writing experience.  
 
  
Figure 14.  Relationships among grammar, organization, and confidence based on 
number of classes taken in undergraduate programs. 
 
 
Once it was determined a relationship existed between undergraduate writing 
experience and confidence in writing, linear regression statistics were run to determine if 
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any of these areas were significant in their effect on graduate writing skill.  No specific 
area was found to be statistically significant.  
Confidence in Using Information Read  
from Research Articles 
When asked about confidence in their ability to read a research article and use the 
information in their own writing, 103 (63.2%) participants stated they were confident in 
their ability, 58 (35.6%) participants stated they were somewhat confident in this ability, 
and two participants reported they were not confident.  
Proofreading and Use of Resources 
Respondents were asked how often they proofread their peers’ writing 
assignments.  Eighty participants responded they proofread when required by a class or 
advisor.  Forty-three respondents reported they had not proofread peer writing.  
Interestingly, 40 participants reported being asked to review the writing assignments of 
their peers for peer feedback.  
The reverse question was also asked in an effort to gauge how often participants 
had their peers read their own writing. Thirty-eight participants reported their writing 
assignments had never been peer reviewed.  A majority (86) of participants indicated 
their writing assignments were reviewed when required by a class.  Thirty-nine of the 
respondents indicated they often sought peer review from others.  
In addition to peer review, the participants were asked about their habits when 
proofreading their own work.  The majority (106) of participants indicated they were 
confident in proofreading their work for errors without the use of spellcheck or other 
computer-based proofreading systems.  Fifty-seven participants responded saying they 
were not confident proofreading their own work.  
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A majority of students reported not making use of on-campus writing services. 
Only 20.25% of participants indicated using on-campus writing services.  Those students 
who indicated they had chosen to use on-campus writing center services were prompted 
to describe their reasoning behind doing so.  Most of the students reported that on-
campus writing services had helped them recognize their own errors in the past.  Two 
participants reported not being confident in their own proofreading abilities while the 
remaining three were prompted to seek out writing center services by their advisors. 
On Writing Literature Reviews 
Participants were asked which aspect of writing a literature review they found 
most difficult.  Organizing the information from other research articles into a coherent 
order was the answer selected by most of the participants.  Putting the information 
gleaned from research articles into [their] own words came closely behind with 49 
participants choosing this response.  Conveying the information learned from the research 
articles in a way that others could understand was reported as the most difficult aspect by 
25 participants while 24 participants reported writing too much was the most difficult for 
them.  The remaining 13 participants indicated they wrote too much when compiling the 
information.  
Closing Comments 
Finally, participants were asked to share any additional thoughts they had 
regarding writing a capstone, thesis, doctoral project, or dissertation.  Seventeen 
participants chose to share additional thoughts, some of which are highlighted below. 
While a few participants indicated they had received extra writing training in their 
undergraduate programs or had additional writing practice due to the particular sets of 
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circumstances (worked for a writing center, etc.), many of the responses indicated 
students felt writing was a difficult task at the graduate level.  All student responses are 
presented in Appendix C.  Some notable responses from students were as follows:  
I had an excellent intensive writing course through a community college while in 
high school that prepared me at least as much if not more so than my 
undergraduate writing classes (in terms of grammar and the basic writing 
process). I enjoy writing and wish more of it was required in the AuD program.  
It's embarrassing the poor quality of some of my peers' writing samples. 
(Participant 1) 
 
I never really gave it much thought until this survey but I can say—my required 
creative writing class in undergrad (which seemed more interesting than a 
research writing class) did not set me up well for writing a capstone—definitely a 
learning curve. (Participant 2) 
 
I wish I had training in research writing specifically in undergrad. (Participant 3) 
 
Scientific writing is difficult. Ultimately, I feel less confident because I have not 
done enough scientific writing. (Participant 4) 
 
The extra boost of professionalism in turning a research paper/capstone paper 
from a well-edited Word document into a polished, journal-level article is 
something few students in audiology programs know now, or will learn how, to 
do.  This includes myself. (Participant 5) 
 
Very uncomfortable with writing IRB for capstone, therefore did not complete 
that project. (Participant 6) 
 
This should definitely be incorporated into our curriculum. (Participant 7) 
 
  
46 
 
 
 
 
 
 
CHAPTER V 
DISCUSSION AND CONCLUSIONS 
The present study was undertaken to examine audiology doctoral students’ 
preparation, experiences, and confidence in graduate school related to writing.  To assess 
these items, a survey was created to identify three primary things: (a) the number and 
types of writing courses taken by audiology graduate students in their undergraduate 
studies as well as types of writing assignments completed; (b) the perceptions of 
audiology graduate students about their own writing ability, especially with regard to 
grammar, mechanics, and APA (2009) formatting, organization, and content; and (c) 
whether there was a relationship between undergraduate writing experiences and an 
audiology graduate student’s perceived writing strengths and weaknesses. 
Answers to Research Questions and Hypotheses 
Information about the numbers and types of writing courses taken by audiology 
students in their undergraduate studies gathered by the survey revealed 56% of audiology 
graduate students took a general writing class through their university’s English 
department.  The types of writing assignments completed were largely papers arguing a 
point of view or papers critiquing or evaluating a book. Many students also completed 
creative projects such as poetry, fiction, or screenwriting.  Some students completed an 
undergraduate capstone or thesis but most did not.  
Audiology graduate students’ perceptions of their own writing ability generally 
indicated that students with more writing experience also displayed more confidence in 
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writing.  A positive linear trend was found between audiology students’ perceived 
strengths and weaknesses based on these undergraduate writing experiences.  
About the Sample 
Several factors could influence a participant’s motivation to complete a survey 
such as how much time the survey took to complete, the individual’s interest in the 
subject of the survey, and how easy the survey was to understand and answer.  For this 
study, no incentive was offered for completion.  The 251 surveys initially returned 
yielded a response rate of 14%; however, when taking into account that only 163 surveys 
were considered complete for use, a final response rate of 9% was obtained.  This 
percentage was smaller than the response rate reported by Steiger et al. (2014).  However, 
Steiger et al.’s study surveyed AuD students’ thoughts about entering private practice 
after graduation, a topic that might have appealed to a wider variety of respondents than 
the present study.  
Undergraduate Writing Experiences 
In this study, just over 50% of participants indicated their initial writing 
composition course had been a general course through their English department.  This 
supported DeLyser’s (2003) statement that many students had taken only a freshman 
composition class.  When thinking about long-form writing projects in undergraduate 
studies, 81% indicated they had written a project longer than seven pages. Although most 
participants noted this experience, 40% indicated they had not completed an 
undergraduate capstone or research project.  Participants indicated term papers or papers 
critiquing a book, essay, or research article were among those they had most often 
completed; a combined 64% of students indicated they had completed papers in two areas 
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more than three times in their undergraduate studies.  As indicated by these results, most 
audiology graduate students did not have an extensive writing foundation provided to 
them in their undergraduate studies.  And as shown in data from this study, a shortage of 
writing-focused courses in undergraduate study could have influenced a graduate 
student’s confidence in their own writing.  This confirmed what other researchers such as 
DeLyser (2003) and Sallee et al. (2011) identified anecdotally: graduate students sought 
out additional writing instruction when they entered graduate school due to not receiving 
the kind of writing instruction that would have been most helpful during their 
undergraduate degrees.  
Preparedness for Graduate Level Writing 
In this study, several factors affecting audiology graduate writers were examined 
including their undergraduate writing experience as well as their own perceptions of their 
abilities as graduate writers for completing a thesis, capstone, or other extensive writing 
projects.  Participant 4 in this study summed up their feelings on the matter: “Scientific 
writing is difficult.  Ultimately, I feel less confident because I have not done enough 
scientific writing.” 
This participant was not the only one to experience a lack of confidence in 
writing.  One of the most divisive questions in the survey was whether students felt their 
undergraduate writing experiences had prepared them for writing at the graduate level.  
This question garnered a response from 50.92% of participants who felt prepared to write 
their doctoral level writing projects based on their undergraduate curriculum while 
49.08% indicated they did not.  Even though an undergraduate program might require a 
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writing class, it might not be the type of class a student needs to be successful in 
audiology as indicated by one study participant:  
I never really gave it much thought until this survey but I can say—my required 
creative writing class in undergrad (which seemed more interesting than a 
research writing class) did not set me up well for writing a capstone—definitely a 
learning curve. 
In addition, only 32% of participants indicated they felt it was easy to complete 
writing assignments.  Thus, the task of assisting students who have less writing 
experience becomes a factor graduate programs must consider.  Researchers in similar 
fields, such as nursing, have begun to consider this dilemma as when Cone and Dover 
(2012) developed a six-week course to bolster the writing abilities of their graduate 
students.  But available research in this area among faculty in audiology remains scarce.  
When Emanuel et al. (2013) came up with a way to assess graduate writing, they focused 
more on providing individual instruction to graduate students rather than trying to create 
a course or program to be offered to all incoming graduate students in audiology.  Thus, 
audiology graduate faculty might want to consider two avenues: how to assess incoming 
graduate students’ skills and how to address deficiencies in those skills. 
Graduate faculty might assess an incoming student’s writing ability in several 
ways.  For example, graduate schools might assess the preparedness of their graduate 
students for writing skills by considering Graduate Record Examination (GRE) scores in 
addition to undergraduate coursework.  However, it might not be enough to simply rely 
on undergraduate coursework or GRE writing scores as accurate measures of an 
incoming student’s skill.  Nelson et al. (2012) stated their incoming graduate students 
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often lacked the type of prerequisite writing skills that would allow them to be successful 
in graduate level writing.  Similarly, they stated it was unlikely graduate students would 
increase their writing skill between undergraduate and graduate studies.  
Therefore, relying on GRE scores to determine whether incoming students would 
be able to write at an appropriate level for graduate school might not provide the best 
representation of skill.  Likewise, due to the variability of the undergraduate writing 
experiences audiology graduate students receive, there is a need for faculty to ensure new 
graduate students are able to succeed in their writing.  Over half of the surveyed graduate 
students (56%) in this current study reported having taken a general writing composition 
class through the English department while some of their peers took additional or even 
several additional writing classes.  The confidence of the surveyed students increased 
linearly based on the number of writing classes they reported taking.  It is apparent 
graduate students are not entering their audiology doctorate programs with the same 
amounts of writing experience.  
Using a tool like the AWA would give faculty an early indication of new 
students’ skills.  Due to the factors mentioned previously, it is recommended that more 
direct instruction in writing be incorporated for graduate students in audiology. Programs 
could incorporate the AWA from Emanuel et al. (2013) to assess incoming graduate 
students and then tailor topics within the class to meet the needs of those students.  
Faculty could also create their own assessments designed around their unique programs.  
Specific Difficulties in Writing 
When asked about what audiology graduate students had been taught in their 
undergraduate studies, rule-based and technical aspects of writing such as grammar and 
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APA (2009) formatting were most widely chosen by participants.  The area of grammar 
and mechanics, when compared to writing skill, did not correlate with confidence in 
writing.  Even though aspects of grammar were selected often by participants (64% of 
participants reported undergraduate course content in this area), 34% of participants 
indicated a lack of confidence in proofreading their own work for grammatical errors.  
Looking more closely, roughly half of the participants who indicated they had been 
taught grammar were not confident in their skills using it.  
Based on these findings, providing short reviews of grammar in addition to other 
writing topics in graduate level instruction would likely prove useful for graduate 
students in the field of audiology.  Sallee et al. (2011) did just that as part of their writing 
courses directed toward graduate researchers.  They included grammar into their writing 
lectures in small, 15-minute mini-lectures, focusing on certain grammatical rules or 
specific areas of punctuation. Sallee et al. reported using examples from scientific 
literature as well as their students’ papers.  Because correct grammar creates clarity in the 
written word, audiology graduate students would likely benefit from succinct inclusions 
of grammatical concepts into any research-focused class they take in their graduate 
studies.  
When it came to more complex tasks (e.g., describing and synthesizing scientific 
data, which were related to the area of writing content in this study), few participants 
(8.22%) indicated their coursework had covered these topics.  Items included within the 
content category were paraphrasing information from a research article, conveying 
complex information to a reader, and logically constructing an argument.  Tasks such as 
these were far less concrete than rules about APA (2009) formatting, which could be 
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cleanly outlined and taught.  These sorts of tasks might improve student confidence if 
student writers were given specific feedback from their instructors about how they could 
improve as noted by Sallee et al. (2011). Their methods included bringing in drafts of 
partially completed research articles to allow their students to see the progression of a 
rough draft to a final copy.  This sort of iterative learning would likely be useful for 
audiology graduate students as well.  
When asked about the most difficult aspect of writing a literature review, 31% of 
participants indicated that organizing information from other research articles into their 
review was the most difficult part of writing.  By and large, students reported wordiness 
was an aspect of writing with which they struggled as 44% indicated they often made 
mistakes in that area.  This problem was similar to one identified by Clarke’s (2013) 
students who were striving to write long papers when something shorter would have 
better served their purposes.  Clarke found the students would rather include 
redundancies in their information or deliberately choose bigger, more impressive-looking 
words, regardless of their appropriateness, because they thought those factors were 
important in writing.   
Writing tasks such as organization, argument construction, or wordiness are more 
nuanced and require focused practice rather than simply looking up a solution in a 
manual.  As stated by many authors and researchers, writing is a skill that must be 
exercised regularly to improve.  Thus, audiology students fresh from their undergraduate 
degrees might not have focused intently on their writing skills.  Data from this study 
showed audiology graduate students varied in the amount of writing practice they had in 
their undergraduate experience—some had much practice or even specialized in writing 
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while others had minimal experience in writing.  These discrepancies in writing create a 
need in the audiology graduate curriculum for not just more writing instruction but for 
ensuring students are getting sufficient practice within this instruction.  A writing 
workshop similar to DeLyser’s (2003) Social Science Writing program might be a more 
efficient method of increasing graduate student writing skills.  DeLyser’s Social Science 
Writing program was designed to improve graduate students’ writing skills specifically in 
the context of a large project such as a thesis or dissertation; her students reported more 
confidence in their writing abilities as a result.  
A vast majority (80%) of the participants in this study indicated not seeking the 
use of on-campus writing services.  Their reasons for choosing not to seek assistance 
varied but the fact remained—these participants were not using a readily available 
resource for improving their writing.  In addition to increasing the amount of writing 
instruction in the classroom, it might also be valuable to promote services the writing 
center could provide to audiology graduate students.  
Study Limitations 
With regard to the sample population, 1,767 participants were invited through an 
email blast provided by a SAA representative who distributed the email to member 
accounts in the United States and Puerto Rico.  Therefore, students who were not SAA 
members did not have a chance to participate and neither did students outside of this 
region.  In addition, participants who were motivated to respond to the survey might have 
been those who were, in general, more motivated students with an interest in the subject 
area.  This might have resulted in a pool of participants who had memorable experiences 
with their writing curriculum in their undergraduate studies, those who had more 
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experience with writing than the average student, or those who had identified their own 
shortcomings in their writing ability upon entering graduate school.  It could be 
speculated that such a group of participants might have had more writing experience than 
the average graduate student.  Additionally, respondents were more likely to be third year 
AuD students.  These students might not have remembered their undergraduate writing 
curriculum as freshly as someone who was a first-year graduate student and had recently 
graduated.  
Future Direction for Study 
Future researchers might wish to examine if there is a correlation between GRE 
writing scores and success in graduate writing in the field of audiology.  Moneta-Koehler, 
Brown, Petrie, Evans, and Chalkley (2017) evaluated if GRE scores could predict student 
success in graduate school in a variety of different areas and from grades in the first 
semester of graduate school to a successful dissertation defense.  They stated that while 
GRE scores are often considered heavily in graduate student admission, they are by no 
means an absolute measure for determining if a student’s incoming skills would be 
adequate for graduate level success.  
Moneta-Koehler et al. (2017) found the GRE Writing score was most closely 
related to a student’s leadership ability in a lab setting over other factors but the GRE 
Writing score did not appear to relate strongly to a student’s grades in their first semester 
of graduate school.  When using GRE scores to evaluate the behaviors of students writing 
dissertations, Rockinson-Szapkiw, Bray, and Spaulding (2015) noted that as a student’s 
writing skill decreased (based on their GRE writing score), the amount of time it took 
them to finish their program of study increased.  Rockinson-Szapkiw et al. evaluated 
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doctoral students in general; it would be interesting to determine if the same trend applied 
to audiology graduate students. 
In addition, future researchers interested in the writing skills and perceptions of 
audiology graduate students should consider surveying graduate faculty in audiology as 
well.  Graduate faculty might share similar views to Nelson et al. (2012) who felt the 
writing skills of their students were not up to par with what was required of them for 
higher level writing.  Although many such notions have been informally shared by 
faculty and researchers, little information exists to confirm whether or not students felt 
their writing skills were insufficient for graduate level courses and tasks.  A study 
wherein both audiology faculty and students were surveyed about student writing might 
provide further insight into not only the possible differences in their perspectives but also 
areas of instruction that might be worthy of more focus.  
Recommendations for Students 
Some graduate students in audiology might recognize a personal need for greater 
instruction in writing as they begin to take on graduate coursework.  These students 
might be similar to Carter (2012) who was interested in self-study to supplement previous 
writing instruction.  Carter chose to devote focused time to practicing writing on a fixed 
schedule as well as seeking out feedback from peers. Graduate audiology students might 
find it beneficial to implement such practices as well.  
For audiology graduate students who are intimidated by the prospect of taking on 
self-instruction for writing, they might choose to seek out a writing tutor—be it through 
the writing center or through more private means.  Because graduate students were not 
utilizing the writing center, Tauber (2016) discussed the idea of writing consulting being 
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a resource for graduate students.  Writing consulting was described by Tauber as writing 
tutoring but presented in a way that might appeal to graduate students who have 
misconceptions about the relevance of the campus writing center. Using a resource like 
this would allow audiology graduate students to receive extra, focused writing help 
similar to what could be obtained from a campus writing center but in a more appealing 
and focused format.  
Recommendations for Faculty 
The most immediate future direction might be for instructors of graduate 
audiology students to consider expectations they have for the writing skills of incoming 
graduate students and how they address those expectations in their courses. First and 
foremost, instructors might wish to evaluate their incoming graduate students as soon as 
they enter the program to determine how adequate their incoming skill level is for the 
work expected of them.  This could be accomplished by using a tool such as Emanuel et 
al.’s (2013) AWA that requires incoming AuD graduate students to provide a writing 
sample, thus giving university staff an idea of students’ skills before they begin graduate 
work.  Doing an initial assessment would allow graduate faculty to identify target areas 
of concern with regard to the writing skills of their new students.  Over time, instructors 
would be able to determine what skills were most crucial for success in their particular 
programs.  They might also find it beneficial to create a class specifically for writing 
instruction as Cone and Dover (2012) did for nursing students.  
Instructors of audiology graduate students might also wish to source writing help 
from other departments.  Tauber (2016) stated the demographic for graduate students is 
changing because of how necessary it is to have a graduate degree for many professions.  
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She explained the teaching of basic skills in writing was assumed by graduate faculty to 
have come from undergraduate education.  As seen in the present study, that was not 
always the case, meaning graduate students must seek writing help elsewhere.  
Because writing instruction begins at the undergraduate level, it is also important 
to consider the content of undergraduate programs within the field of audiology.  One of 
the student participants in this study in the additional comments wrote specifically, “I 
wish I had training in research writing specifically in undergrad.”  For students in 
communication science undergraduate majors, it might be beneficial for these programs 
to require more specific coursework in the area of writing.  While classes geared toward 
scientific writing instead of more literary writing might be helpful if required of 
undergraduate students, audiology undergraduate programs might find it beneficial to 
create a scientific writing class specific to the major of communication sciences.  A 
course like this could lay a foundation for a dissertation-style project, giving 
undergraduate students more experience with the types of writing that would be required 
of them if they chose to continue on to graduate school.  Ideally, this would set up 
undergraduate students who are interested in audiology for greater success in graduate 
school. 
Undergraduate writing coursework in the area of communication sciences could 
include aspects such as studying the composition of theses and dissertations. However, it 
could also include practice writing in a style suitable for chart reporting, evaluating 
research articles, and presenting information to peers as there are several different aspects 
of writing that are important in the field of audiology aside from just writing one’s 
capstone, thesis, or dissertation.  This wider exposure to different types of writing echoed 
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what DeLyser (2003) provided for her students.  By exposing her students to a variety of 
types of writing (DeLyser occasionally had her students practice descriptive writing on 
the more creative side), they gained confidence in exploring writing in different ways, 
increasing their flexibility and overall confidence in their skills.   
Overall, instructors of graduate students in audiology should be aware of a large 
variability in writing instruction and experience at the undergraduate level. Although 
there are tools like the AWA, it might be just as valuable to interview students about 
what difficulties they felt they had in the area of writing or in what areas of writing 
education they felt they were lacking.  Specific writing instruction should be seriously 
considered within audiology graduate programs.  If appropriate instruction is not feasible 
within the audiology graduate program itself, requiring a scientific writing class through 
another department at the university might be a good option for improving student 
writing.  
Graduate faculty in audiology should take measures to learn about incoming 
students’ writing backgrounds and create a plan for how they could ensure their students 
had the necessary skills to write appropriately in their audiology studies. They could 
examine whether students had taken a class like scientific writing or even require it for 
admission into the program.  Other options could include requiring students to submit a 
short writing sample on a research topic selected by the admissions committee in the 
application.  This could give a better example of an incoming student’s skill than a letter 
of intent alone could provide.  
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Conclusions 
Writing skills remain crucial for audiology graduate students to develop in order 
to succeed in their degree programs and subsequent careers.  Currently, the amount of 
writing instruction and types of writing assignments students receive in their 
undergraduate studies varied widely from student to student, leaving audiology graduate 
students at different skill levels.  In tandem with this, the amount of confidence audiology 
graduate students had in their own writing skills varied depending on individual 
experiences in their undergraduate studies.  Given the relationship between 
undergraduate writing instruction and confidence in graduate writing, the need for 
additional writing support among audiology graduate students could be seen—be it 
through writing courses created by the university or by seeking consultation on their 
graduate work.  
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Block: Default Question Block (23 Questions) 
Standard: Block 1 (0 Questions) 
Page Break  
 
 
Start of Block: Default Question Block 
 
Q1                You are invited to take part in a research survey about exploring the 
experiences of graduate student writers in the field of audiology. Your participation will 
require approximately 5-10 minutes and is completed online at your computer. 
Participation is entirely voluntary, and you may choose to withdraw at any time. Your 
responses will be kept entirely confidential and anonymous. Please complete each 
question before moving on to the next one. 
 Clicking the “next” button below indicates that you are 18 years of age or older and are 
currently a graduate student in the field of audiology, or graduated within the last three 
years. Clicking the “next” button indicates your consent to participate in this survey.     
My research will explore how a student’s undergraduate writing education impacts the 
confidence and ability to write at a doctoral level. Specifically, my research will be aimed 
towards students in doctoral audiology programs. Unlike many doctoral degrees which 
require a master’s thesis as a prerequisite for the doctoral program, doctorate of 
audiology programs require only a bachelor’s degree for admission. Because of this, 
many audiology doctoral students have little experience in writing beyond what has been 
offered over the course of their undergraduate studies, and are unprepared to take on the 
level of writing necessary for the completion of a capstone or similar project. In order to 
participate in this research study, you will complete a brief survey. The survey includes 
questions about the writing education taken in undergraduate studies, as well as questions 
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about writing skill as a graduate student. The survey will be hosted on the Qualtrics 
website, where data will be collected anonymously. No identifying information will be 
requested of you during the survey process.  The risks inherit to this study are no greater 
than those you may encounter when reflecting on a university experience, such as when 
writing a course evaluation. The survey may help you see the value of your graduate 
writing process in a new way, and gain a further appreciation for the hard work you put 
into the project.  
If you have any concerns about your selection or treatment as a research participant, 
please contact Sherry May, IRB Administrator, Office of Sponsored Programs, 25 
Kepner Hall, University of Northern Colorado Greeley, CO 80639; 970-351-1910. 
If you would like to contact the researcher, please email Kinzee Hubachek at 
huba1080@bears.unco.edu, or the research advisor, Dr. Tina Stoody, at 
tina.stoody@unco.edu. 
Thank you for your participation!                                 
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Q30 As an audiology graduate student, were/are you required to complete a capstone, 
thesis, or doctoral research project? 
o Yes  (1)  
o No  (2)  
 
Skip To: End of Survey If As an audiology graduate student, were/are you required to complete a capstone, 
thesis, or doctor... = No 
 
 
Q46 Which best describes you? 
o AuD Student year 1  (1)  
o AuD student year 2  (2)  
o AuD student year 3  (3)  
o AuD student year 4  (4)  
o AuD graduated within the last 12 months  (5)  
 
 
 
Q37 Which statement most accurately describes the writing coursework you completed in 
your undergraduate studies? (check all that apply) 
o I took a general writing composition class through the English department  (1)  
o I took a specialized writing composition course within my department major  (2)  
o I took a scientific writing course through another department  (3)  
o I did not take a writing class (tested out or had AP credits from high school)  (4)  
o Other (please elaborate)  (5) 
________________________________________________ 
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Q25 Did you take any additional writing courses in addition to what was required for 
your undergraduate degree requirements? 
o Yes  (1)  
o No  (2)  
 
Skip To: Q4 If Did you take any additional writing courses in addition to what was required for your 
undergradua... = No 
 
 
Q3 Which statement most closely describes why you chose to take additional 
undergraduate writing courses beyond what was required ? 
o For elective credits or personal interest  (1)  
o To acquire further understanding of writing beyond what was provided in the 
required class  (2)  
o To complete a minor  (3)  
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Q4 What content was included in undergraduate writing-focused classes? Check all that 
apply. 
o Writing research manuscripts  (1)  
o Writing research papers  (2)  
o Describing or synthesizing scientific data  (3)  
o Summarizing research articles  (4)  
o Writing critiques or comparisons of research articles  (5)  
o Technical aspects of writing such as grammar and punctuation  (6)  
o APA formatting  (7)  
o Aspects of writing such as order of information and focus of information  (8)  
o Creative writing such as poetry, creative fiction, creative nonfiction, 
screenwriting, etc  (9)  
o Other (please explain)  (10) 
________________________________________________ 
 
 
 
Q38 Did you ever complete a writing project longer than seven pages in your 
undergraduate studies? 
o Yes  (1)  
o No  (2)  
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Q8 Check the box that corresponds to the number of each type of writing project 
completed in your undergraduate studies degree program.   
 None (1) 
1 projects 
completed (2) 
2 projects 
completed (3) 
More than 3 
projects 
completed (4) 
Research paper (1)  o  o  o  o  
Undergraduate 
capstone or 
scholarship project 
(such as McNair 
program, honor's 
program, or other 
research project) 
(2)  
o  o  o  o  
Paper critiquing or 
evaluating a book, 
essay, or research 
article (3)  
o  o  o  o  
Term paper, or 
paper arguing a 
point of view (4)  
o  o  o  o  
Creative narrative, 
poetry, 
screenwriting, etc 
(5)  
o  o  o  o  
Other (please 
explain) (6)  o  o  o  o  
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Q10 Do you feel the writing coursework you had in your undergraduate studies has 
prepared you for writing your audiology capstone, thesis, doctoral project, or 
dissertation? 
o Yes  (1)  
o No  (2)  
 
 
 
Q9 Which statement most closely describes the general amount of difficulty you 
experience when completing writing assignments? 
o I complete writing assignments easily.  (1)  
o It takes some effort to complete writing assignments.  (2)  
o I find it difficult to complete assignments  (3)  
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Q12 Check the box that corresponds to your confidence in your writing skills related to 
the following areas of grammar and mechanics. 
 
 
I do not know 
how to do this 
task (1) 
I often have 
mistakes in 
this area (2) 
I can do this 
correctly about 
50% of the 
time (3) 
I can do this 
correctly most 
of the time (4) 
I can do this 
with success 
and few to no 
errors (5) 
Correct use of 
commas (1)  o  o  o  o  o  
Correct use of 
uncommon 
punctuation 
(semicolons, 
dashes, 
quotation 
marks, etc.) (2)  
o  o  o  o  o  
Correct 
subject/verb 
agreement (3)  
o  o  o  o  o  
APA 
formatting (4)  o  o  o  o  o  
Spelling (5)  o  o  o  o  o  
Using person-
first and 
gender-neutral 
language (6)  
o  o  o  o  o  
Using 
appropriate 
grammar (7)  
o  o  o  o  o  
Avoiding 
unnecessary 
words 
(wordiness) (8)  
o  o  o  o  o  
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Q32 How confident are you in your ability to organize your capstone writing? 
 
 
I do not know 
how to do this 
task (1) 
I often have 
mistakes in 
this area (2) 
I can do this 
correctly about 
50% of the 
time (3) 
I can do this 
correctly most 
of the time (4) 
I can do this 
with success 
and few to no 
errors (5) 
Composing 
clear sentences 
(1)  
o  o  o  o  o  
Creating logical 
flow of 
information 
through the 
whole 
document (2)  
o  o  o  o  o  
Creating 
smooth 
transitions 
between 
paragraphs and 
ideas (3)  
o  o  o  o  o  
Summarizing 
conclusions and 
important ideas 
(4)  
o  o  o  o  o  
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Q33 How confident are you in the following areas related to the content of your 
capstone? 
 
 
I do not know 
how to do this 
task (1) 
I often have 
mistakes in 
this area (2) 
I can do this 
correctly about 
50% of the 
time (3) 
I can do this 
correctly most 
of the time (4) 
I can do this 
with success 
and few to no 
errors (5) 
Conveying 
complex 
information in a 
way that is 
understood by 
the reader (1)  
o  o  o  o  o  
Paraphrasing 
information 
from a research 
article (2)  
o  o  o  o  o  
Logically 
constructing an 
argument (3)  
o  o  o  o  o  
Clearly tying 
ideas together 
in concluding 
remarks (4)  
o  o  o  o  o  
Ensuring all 
statements 
support a thesis 
(5)  
o  o  o  o  o  
 
 
 
Q36 Are you confident in your ability to read a research article and write using 
information learned from the article? 
o Yes  (1)  
o Somewhat  (2)  
o No  (3)  
Page Break  
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Q28 How often do you proofread peers' writing related to their capstone, thesis, 
dissertation, or other doctoral project? 
o I do not proofread peer writing  (1)  
o I only proofread for another when required by a class or advisor  (2)  
o Peers often ask me to review their writing assignments  (3)  
 
 
 
Q43 How often are your own writing assignments peer-reviewed? 
o My writing assignments are never peer-reviewed  (1)  
o My writing assignments are peer-reviewed when required by a class  (2)  
o I often ask peers to review my writing assignments  (3)  
 
 
 
Q39 Are you confident proofreading for errors in your own writing without using 
spellcheck of other computer proofreading systems? 
o Yes  (1)  
o No  (2)  
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Q40 Please check all statements that describe the way you edit your own writing projects 
before submitting them. 
o I never edit what I have written  (1)  
o I delete or add a few words or sentences, but my writing projects are largely 
unchanged from the time they are written to the time they are submitted  (2)  
o I add one or more paragraphs to my projects  (3)  
o I delete one or more paragraphs from my projects  (4)  
o I change the order of sentences and paragraphs within the document  (5)  
 
 
 
Q41 Do you make use of on-campus writing services? 
o Yes  (1)  
o No  (2)  
 
 
Display This Question: 
If Do you make use of on-campus writing services? = Yes 
 
Q42 Why do you choose to use on-campus writing services? 
o I am not confident in my own proofreading abilities  (1)  
o On-campus writing services have helped me recognize my own errors in the past  
(2)  
o It is a requirement for a particular paper or project  (3)  
o My advisor suggested I seek out on-campus writing services  (4)  
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Q44 Which aspects of writing a literature review (for a graduate capstone, thesis, or other 
project) have you found most difficult? 
o Putting the information gleaned from research articles into my own words  (1)  
o Organizing the information from other research articles into a coherent order  (2)  
o Conveying the information I have learned on paper in a way others can 
understand  (3)  
o Writing enough (e.g. my paragraphs tend to be too short to convey the 
information well)  (4)  
o Writing too much  (5)  
 
 
 
Q18 Is there anything else related to your experiences writing a capstone, thesis, doctoral 
project, or dissertation that you wish to add? 
o Yes  (1) ________________________________________________ 
o No  (2)  
 
End of Block: Default Question Block 
 
Start of Block: Block 1 
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APPENDIX C 
ADDITIONAL TEXT RESPONSES 
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1). I had an excellent intensive writing course through a community 
college while in high school that prepared me at least as much if not more 
so than my undergraduate writing classes (in terms of grammar and the 
basic writing process). I enjoy writing and wish more of it was required in 
the AuD program. It's embarrassing the poor quality of some of my peers' 
writing samples. 
 
2). Very uncomfortable with writing IRB for capstone, therefore did not 
complete that project 
 
3). I wish I had training in research writing specifically in undergrad.  
4). This should definitely be incorporated into our curriculum.   
5). Conveying statistical analyses is difficult to be clear and concise   
6). Scientific writing is difficult. Ultimately, I feel less confident because I 
have not done enough scientific writing.  
 
7). Note that I am an AuD/PhD student (5th year), so much of my 
experience with writing in graduate school comes from my work writing 
journal manuscripts and grants. 
 
8). I am more concerned about the process of completing my systematic 
review (the actual research process) than writing it. 
 
9). I am in the data collection phase, so haven't written much of it yet, 
beyond the literature review. 
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10). A significant portion of my ability to even begin to adequately write at 
the doctoral degree level came from graduate classes more geared towards 
reading and presenting summaries of articles 
 
11). Thesis papers are unlike typical research papers because professors 
are invested in perfecting it, so the amount of editing required is a 
thousand-fold greater than it would be in a standard paper for class. 
 
12). I have been told I write well, but I often worry about my writing. I 
also have a hard time doing research needed prior to writing- but once I 
have that and I know what I want to say I generally find writing to be ok 
and not miserable.  
 
13). Although I did not get specific courses in undergraduate work, I have 
taken courses during my graduate work to prepare me for writing research 
content. 
 
14). More statistical writing experience  
15). I never really gave it much thought until this survey but I can say- my 
required creative writing class in undergrad (which seemed more 
interesting than a research writing class) did not set me up well for writing 
a capstone- definitely a learning curve.  
 
16). I used to work for the Writing center and was trained accordingly  
17). The extra boost of professionalism in turning a research 
paper/capstone paper from a well-edited Word Document into a polished, 
journal-level article is something few students in audiology programs 
know now, or will learn how, to do. This includes myself. I'm fairly certain 
that will only come with years of reading other senior researchers' work 
and reaching a level of literary competency in which complex research 
questions and statistical data is easily absorbed and a 10 to 12 page article 
can be understood in a matter of minutes. This is something I struggle with 
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and I know as a student I am at my highest capability now; when I leave 
school to enter the clinical field and am not required to read as often my 
knowledge and speed of understanding peer-reviewed articles will wane, 
unfortunately. 
 
